Primary teachers as physical education curriculum change agentsCitation
Introduction

27
The introduction of a new national curriculum in Scotland, Curriculum for 28 Excellence, has created a policy rhetoric assigning the responsibility for interpreting and 29 developing the curriculum to individual schools and teachers. Additionally, another key recommendation, particularly significant to this paper, was 16 investment in physical education professional development aimed specifically at primary Scotland. All of the participant teachers involved in the study reported on in this paper were graduates of the Postgraduate Certificate in 3-14 physical education (PgCert), a two year part- 3. The Upper Primary / Early Secondary Physical Education Curriculum (ages 9-14) 10 During and after each module teachers had time to apply what they had learned within their 11 school contexts through tasks and the culminating assignments. Secondly, in contrast to most 12 physical education professional development, which tends to focus on the practical nature of 13 the subject, the first module of the PgCert focussed on theory, policy and physical education 14 research to set the context for the subsequent practical modules.
15
Finally, rather than providing lesson plans for teachers to follow, synonymous with the 
Research design
3
The study reported on in this paper involved working with five primary teachers over 4 an extended period of time -an academic year, during 2010 and 2011. A qualitative and 5 interpretivist approach to the research was taken, with the main aim of analysing how 6 teachers engaged with long term professional development in primary physical education and 7 how they put into practice knowledge and skills they had developed. The study also sought 8 to explore the concept of educational change, attempting to understand the process of change 9 from the teachers' perspective, viewing events and the social world through their eyes 10 (Bryman, 2008).
11
Following ethical approval from the University of Edinburgh, the study employed a 12 deliberate approach to sampling (Silverman, 2010), purposively selecting PgCert primary 13 teachers because they provided an opportunity to study the relationship between professional 14 development and educational change. The main criterion for selection of these participant 15 teachers was that they had responded positively to the course, this meant they were known by 16 the course tutors to be applying knowledge and skills gained from the course within their 17 school contexts. 1 teachers to talk openly about their physical education planning, teaching and evaluations.
13
The planning conversations were conducted on three occasions within the academic year, in 
21
Drawing on a non-directive approach, the observations conducted were unstructured,
22
but focussed and recorded in handwritten fieldnotes before being typed up (Freeman, 1982) .
23
The observations concentrated on the teacher and how they interacted with: the tasks they had set for lessons, the children, and the physical education learning environment. During the 1 observations the role of the researcher was not to judge and evaluate, but to clarify and 2 understand. In scheduling observations I had to be flexible to reflect the teachers' timetables 3 and averaged around six observations for each teacher across the academic year. The data 4 generated through the observations proved valuable in initiating discussion in both the semi-5 structured interviews and planning conversations. Reflecting on the research design I recognise the potential for bias because of the 7 purposive sampling and the possibility that this would lead the participant teachers to respond 8 in ways they thought was required of them. To address this, strategies were built into the 9 study so that reliability and validity were continually evaluated (Morse et al., 2002) . For 2 While Geoff was part of the study he was unable to take part in planning conversations and only two observations could be made of his teaching. As this article is largely based on data from the planning conversations and observations no reference is made to Geoff within this paper.
Data analysis
1
A large amount of textual data was gathered during the fieldwork phase of the study.
2
The interview transcriptions and fieldnotes were analysed drawing on a grounded approach to Considering the professional socialisation of the teachers, they made scant reference Informed professional judgement and personal vision 10 The professional development (the PgCert) the teachers engaged with exposed them 
Mastery and inquiry
20
In line with Fullan's (1993a) description of mastery and inquiry as essential capacities reading.
7
Much of the curriculum development the teachers initiated centred on modifying the multi-8 activity block programme they had previously delivered to make it more connected and 9 developmentally appropriate; this involved experimenting with some of the different 10 approaches the PgCert had introduced them to.
11
All of the teachers adapted the curriculum they were delivering in the early years Following on from the taught part of the lesson, the children had the opportunity to work 1 independently to apply the movement they had been learning at stations devised by the 2 teacher. These stations were carefully designed to encourage the children to be adaptable and Although every teacher used this framework, Basic Moves was not viewed as a 8 prescriptive programme to be followed, rather, as Max stated it was an 'ethos' which was 9 'open to interpretation'. The framework provided a structure for lessons and the curriculum, This example from Lara reflects a common theme that emerged for all the teachers in their 7 approach to teaching games, that they took a more holistic approach. All of the teachers 8 modified games in an attempt to better meet the children's learning needs and they provided 9 opportunities for children to problem solve, exploring the tactics, principles and social aspect 10 of game play as well as developing skills. The children were asked to get into their teams and draw a t-shirt for their team; they 14 had previously made a badge, mascot and hand shake for their team. I noticed a 15 display on the wall that showed the mascots, badges and league table with points.
16
As the teachers enacted their personal vision and attempted to develop mastery they 17 demonstrated a willingness to learn and viewed learning as a continuous and lifelong process; 
Connections and collaboration
21
Implementing change the teachers worked independently and exercised their 22 autonomy, however, as Fullan (1993a) highlights, there is a limit to how much can be learned example, Jackson spoke of using discussion and formative assessment strategies.
8
Making connections beyond the curriculum and with a view to seeking out 9 opportunities for collaboration, the teachers attempted to connect with key stakeholders at a 10 number of levels, community, local authority and school, as the following quotation from getting to know the environment that you work in more and more.
16
Making connections with colleagues within their school and local authority contexts proved 17 relatively easy for the teachers, particularly as they attempted to promote physical activity 18 and link it with physical education. However, few of these connections developed into 19 collaboration.
20
Struggling to find opportunities for collaboration, it was evident that the teachers felt 21 increasingly isolated within their school contexts. Imogen described being 'in a void of her 22 own' within her school, while Lara described feeling frustrated within her school context:
'having something and nobody knowing what it was I had'. Similarly, Jackson reflected on 1 his limited opportunity to collaborate with colleagues in his school:
2 Yeah I think anybody will listen to me but generally my feeling is and I think 3 probably their feeling is too, although it's maybe unspoken, is that they've got their 4 stuff to be getting on with, I've got my remit to be getting on with, they don't want 5 my remit and I don't want their remit so we just kind of work in that respect.
6
Seeking out opportunities for collaboration the teachers all expressed wanting a network 7 where they could share their experiences, get advice and meet people in similar situations to 8 themselves.
9
In particular, a desire was articulated to observe other physical education specialist face' (p. 44). Similarly, the findings from this study suggest that one of the main facilitating 13 factors of the teachers' change efforts was the professional autonomy they were able to exert 14 within their school contexts which contributed to their ownership of the change process. 
16
While the fine-grained data generated by this small scale research provides a detailed their agency to take a lead role in shaping the curriculum (Lasky, 2005) . The data generated 6 by this study also suggests various factors that may contribute to teacher agency enabling 7 teachers to view change as a process they are part of rather than a reform foisted upon them, 
